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Editor's Note
By Jennifer Kamke Black

My thanks to all contributors.  If you find that you have 
information to share with the membership that would be appro-
priate for the newsletter, please feel free to contact me at N4212 
Townline Rd., Shawano, WI, 54166.  Or, phone me at 715-524-
4180 (home), 715-526-2175 x4032 (work).  My email address is 
kamkeblj@sgsd.k12.wi.us.  Topics or features we would like to 
promote in the upcoming newsletters include (and are not lim-
ited to) trainers' column, medical column, book/software re-
views, student column (results of thesis, highlighted accomplish-
ment), "post-retirement" articles, and "kudos" articles.  If you 
have any ideas for these topics, or an idea for another topic, 
please contact me at your earliest convenience.

President:
Laura McCormick
3135 North Oakdale Lane
Appleton, WI 54914
H (920) 738-9514
W (920) 982-8538
lmccormi@newlondon.k12.wi.us

President-Elect :
Rob Dixon
1931 Sandalwood Dr.
Onalaska, WI 54650
H (608) 783-6136
W (608) 785-6893
dixon.robe@uwlax.edu

Past President:
Milt Dehn
N253 Johnson Rd
Stoddard, WI 54658
H (608) 787-5636
W (608) 787-5636
mdehn@msn.com

Secretary:
Dani Scott
930 22nd St.
Reedsburg, WI 53959
H (608) 524-8701
W (608) 464-3165 ext. 122
scotdan@wc.k12.wi.us

Treasurer:
Don Juve
533 20th Ave. South
Onalaska, WI  54650
H (608) 783-0379
W (608) 789-7900
djuve@sdlax.k12.wi.us

For information on contacting committee chairpersons, 
check the WSPA website at www.wspaweb.org.

Annual membership dues are $60 for full membership, 
$30 for leave, $30 for associate, and $20 for student  member-
ship.  The opinions and products, including advertising, class/
workshop notices, and job announcements, appearing in this 
newsletter do not necessarily indicate official sanction, promo-
tion, or endorsement on the part of the newsletter or the Wiscon-
sin School Psychologists Association, Inc.  Articles, announce-
ments, and letters should be submitted to the Editor, Jennifer 
Kamke Black, N4212 Townline Rd., Shawano, WI  54166, 715-
524-4180 (home), 715-526-2175 x4032 (work), e-mail: kam-
keblj@sgsd.k12.wi.us.  REMINDER: regional chapters may 
receive a stipend of $75/year for submitting an article about their 
region to the newsletter. 

Deadlines for receipt of material by the editor:  

#1--August 15 #2--November 15
    #3--January 30      #4--April 15
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President’s Message
By Laura McCormick

As I reflect on my past year as 
President I am pleased with what WSPA 
has been able to accomplish and excited 
about our future.  This past year has been a 
busy one for those in the field of school 
psychology and WSPA.  As we wait for 
guidance from the state and federal govern-
ment as to how to implement IDEA 2004, I would encourage 
school psychologists to pursue opportunities to stay current 
on changes and to consider your role in those changes.  
WSPA will continue to provide you with updated training 
opportunities in response to your needs.  
Response to Intervention

Over the past year I have talked about how our role 
as school psychologist may change over the coming years.  
Numerous discussions and debates have revolved around the 
reauthorization of IDEA and NCLB and the impact that these 
have had on how school psychologists will function in the 
future.  The changes prompted by No Child Left Behind 
(NCLB) and the Individuals with Disabilities Act 2004 
(IDEA 2004) will require us to work closer with educators to 
intervene earlier for children with needs, whether these needs 
require remediation, direct intervention, or special education. 
Many RTI models incorporate a multi-tiered model focusing 
on broad-based screening, progress monitoring, and early 
intervening services.  These are practices that apply to all 
children, not just children with disabilities.  Although the 
State of Wisconsin has not identified specifically how chil-
dren with needs will be identified, Kay Altfeather, WSPA 
representative on the DPI work group, has indicated that 
some form of a Response to Intervention (RTI) model is be-
ing considered.  In response, a WSPA Position Paper ad-
dressing Response to Intervention was approved at the last 
executive board meeting and should be available at 
www.wspaweb.org very soon (Editor’s note: it is also in-
cluded in this issue on page 6). As I have previously stated, 
we as school psychologists are in a position to serve as lead-
ers in many of these areas.  But, for some of us, it will re-
quire us to step outside of our “special education” box and 
advocate for our roles as leaders in other areas.   For some of 
us, it will require us to update our skills through professional 
development in areas such as data-based decision making, 
curriculum based assessment, curriculum based measure-
ment, progress monitoring, and development of academic 
and behavioral intervention. On June 22-23, WSPA’s Sum-

mer Institute will provide school teams 
with an opportunity to learn about Re-
sponse to Intervention and to plan specific 
action steps to implement an RTI model 
in your school.  Also, plans are being 
made to offer a preconvention workshop 
focusing on RTI at the Fall WSPA Con-

vention.  
School-Based Mental Health

Although much of the emphasis in the past year has 
been on the impact of IDEA 2004 and NCLB on our role and 
function, we must also remember our role as school-based 
mental health providers.  On March 21, NASP, along with 
the American Counseling Association (ACA), American 
School Counselor Association (ASCA), School Social Work 
Association of America (SSWAA), and Senators Edward 
Kennedy (D-MA) and Pete Domenici (R-NM) co-sponsored 
a Senate briefing to address school-based mental health ser-
vices and their link to student success.  I encourage you to 
read a copy of the briefing and supporting documentation at 
http://www.nasponline.org/advocacy/senatebriefing.html.   
During the recent NASP convention, Bill Pfohl, NASP Presi-
dent, addressed state leaders and challenged us to advocate 
for our role as mental health providers within our schools.  It 
is especially important that we continue to let our legislators 
and administrators know the crucial role that we play in 
eliminating barriers to learning. 

I was pleased to share with Bill Pfohl WSPA’s in-
volvement with WAPSO, a state organization made up of 
school psychologists, school counselors, school social work-
ers, school nurses, and pupil services administrators.  It has 
been the goal of this committee to develop a document un-
derscoring how important each pupil services professional is 
to the success of all students.  Look for this document to be 
released sometime during the 2006-07 school year. 
Personal Reflection

I would like to take this opportunity to thank the 
members of WSPA for their support and encouragement 
during the past year.  I would especially like to thank the 
members of the WSPA board for all their hard work.  I have 
had the pleasure of working with a wonderful group of com-
mitted individuals on the WSPA board.  I would encourage 
anybody who is interested in contributing to the advance-
ment of the profession of school psychology to become in-
volved.  It is truly a rewarding experience.  



Congratulations!!!

Congratulations to students Steven Pence and Katherine Tumaneng from UW-Whitewater!  
Their article "Early Literacy Movement:  School Psychologists and Early Literacy" from the Spring 
newsletter will be reprinted in the Virginia Association of School Psychologists newsletter.

Upcoming Events
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SAVE THE DATE – “Slip and Slide and Leave 
No Emotion Behind”

The Fall 
WSPA convention, 
“No Emotion Left 
Behind” will be 
held Wednesday, 
October 25 – Fri-
day October 27. 
The “No Emotion 
Left Behind” con-
ference will be held 
at the Country 
Springs Hotel in 
Waukesha, WI, 
conveniently lo-
cated off Interstate 
94.  The hotel fea-

tures an indoor water park which will be fun for convention 
goers and families. The fall convention is being planned by 
the school psychologists of the Milwaukee Public Schools.

The “No Emotion Left Behind” conference will 
feature 2 options for pre-convention.  Judy Webber, who is 
associated with the work of Ruby Payne, will present a 
“Framework for Understanding the Culture of Poverty”.  
There will also be a pre-convention focusing on RTI – re-
sponse to intervention.

On Thursday and Friday workshops will include :  
CASEL (Collaboration for Academic and Social Emotional 
Learning); Ready, Set, Relax;  Strategies for reducing refer-
rals; International School Psychology Association; Children 
in Crisis;  Second Step; Adventure Based Counseling;  Talk-
ing about Touching; Violence Prevention; Models of School 
mental health; Linking the BASC to interventions; RTI ; 
Alternative Therapy treatments, and much more.

There will be vendor booths from organizations 
such as Psych Corp and AGS; opportunity to earn graduate 
credit;  prizes; entertainmen;, water slide fun; and of course 
great conversation!   So save the date – October 25 -27, 
2006 and “Slip and Slide and Leave No Emotion Behind”!

     Douglas K. Smith
     Memorial Summer Institute
     June 22-23, 2006

The Road to RTI: Creating Your Path From Here 
to There

For More Information Contact
Rob Dixon

(608) 785-6893
dixon.robe@uwlax.edu
www.uwlax.edu/wspa

www.wspaweb.org

Long-Range Planning Retreat

The long range planning retreat is planned for this 
summer, Thursday and Friday, June 15 (8:30 - 4:00) and 
June 16 (8:30 - 3:00) at Cedar Valley Retreat Center in West 
Bend.

Directions are on the web site.  Sleeping facilities 
are available.  All WSPA members are welcome.  Please 
contact me for more information.  Thanks, Rita Schmitt 
(ritschmitt@msn.com; 920-869-4641).
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Legislative Report

New Information on Special Education 
Categorical Aid

Who is Eligible for Categori-
cal Aid?
The state special education 
law, 115.88, WI Stats., was 
amended in 2005 to include 
school counselors licensed 
by the Wisconsin Depart-
ment of Public Instruction 
and school nurses for cate-

gorical aid paid in 2006-2007.  Since many of these 
professionals, similar to school social workers and 
school psychologists, work in both regular education 
and special education settings, districts must determine 
the proportion of their time dedicated to special educa-
tion services. It is the intent of the statute that salary 
and fringe costs can be allocated to special education 
aid only for those staff that actually fulfill responsibili-
ties in the district’s special education program. Further, 
only the portion of the professional staff’s time and 
costs when fulfilling these special education responsi-
bilities may be claimed for special education aid. These 
laws apply to all eligible pupil services staff.

How are Aidable Activities Documented?
Districts may use position description reviews or time 
studies in determining time and costs; however, this 

must be done for each individual staff member the dis-
trict wishes to claim. Districts must maintain documen-
tation for audit purposes which reflects a rational and 
defensible method of allocation of costs. Allocating 
staff time and costs to special education based upon 
disability incidence rates within the general school 
population is not an acceptable methodology.

What Activities are Aidable?
The following are the general types of activities of pu-
pil services staff that are eligible for categorical aid: 
IEP evaluations, program planning, and IEP meetings; 
Implementation of IEPs, including related services 
specified in the IEP; IEP team coordination (case man-
agement) responsibilities including the facilitation of 
transition for children in Birth to Three programs who 
then qualify for early childhood special education pro-
grams; supplementary aids and services, support for 
school personnel and parent training pursuant to an 
IEP; and consultation with teachers and other staff re-
garding students with disabilities and IEP issues.

For More Information
Contact one of the following individuals should you 
have questions about the types of activities allocable to 
special education. Stephanie Petska, (608) 266-1781, 
stephanie.petska@dpi.state.wi.us or Doug White, (608) 
266-5198, douglas.white@dpi.state.wi.us. For more 
information see: www.dpi.wi.gov/sfs/ltrjan12_06.html

NASP Update
by Milt Dehn

The NASP annual convention, held recently in Ana-
heim, CA, was another great NASP conference. The number 
of attendees—more than 4,300—was the second highest 
ever. The participants were able to choose from 55 work-
shops and hundreds of presentations, as well as special 
events, such as a keynote by Goldie Hawn. You will be able 
to find many of the presentations on the NASP website, 
where you can also order workshops on CD.

Joining and maintaining your membership in NASP 
is more important than ever. NASP, with more than 23,000 
members, is the only organization that represents and sup-
ports all school psychologists. You’ve often heard what 
NASP does for you and the profession, but I would like to 

point out that a membership in NASP directly helps many 
children. For example, the Children’s Fund provides special 
grants for needy children, and NASP makes major contribu-
tions to disaster relief efforts, such as after hurricane Katrina. 

If you missed the conference, there are more profes-
sional development opportunities coming up. NASP will 
have two summer institutes in July—one in Chicago (July 28 
and 29) and the other in Atlantic City (July 18 and 19). If 
you really want to have some fun while growing profession-
ally, start planning now for next year’s annual conference in 
New York City, March 27-31.

For more information on these and other topics, go 
to www.nasponline.org.



WSPA Position Statement on Response-to-Intervention (RTI)
Winter 2006

As advocates for children, school psychologists 
support and promote practices that improve the quality of 
education for all children, including children who are at-risk 
for school failure and children with disabilities. Therefore, 
the Wisconsin School Psychologists Association (WSPA) 
fully supports the implementation of a Response-to-
Intervention (RTI) model in all of Wisconsin’s schools.

Definition of RTI:  RTI is a systematic data-based decision 
process for identifying, defining, and resolving a student’s 
academic and/or behavioral difficulties, with an emphasis on 
providing high-quality instruction and interventions matched 
to student needs (Batsche et al., 2005; Brown-Chidsey & 
Steege, 2005).

Characteristics of RTI:  
1. It encompasses all educational programs and envi-

ronments and requires the collaboration of all 
school staff who are involved in the education of 
children.

2. It is an extension of No Child Left Behind (NCLB) 
and a component of IDEA 2004. The purpose of 
these laws is to produce better outcomes for all chil-
dren.

3. RTI data should be used in conjunction with other 
assessment data to determine a student’s eligibility 
and need for special education.

4. It is a multi-tier system of instruction and interven-
tions options.

5. It requires the use of effective instructional prac-
tices and evidence-based interventions.

6. It includes system-wide ecological assessment pro-
cedures, such as benchmark assessments, to monitor 
the progress of all students.

7. There is an emphasis on prevention and early inter-
vention.

8. A problem-solving team is used to: improve the 
educational system’s delivery of effective instruc-
tion; identify students who need a continuum of 
interventions; and design, monitor, and adapt group 
and individual interventions.

9. It includes procedures for monitoring treatment 
integrity.

Three-Tier Model:  A three-tier intervention model is the 
typical RTI organizational structure. The model is character-
ized by more intensive interventions and more frequent data 
collection as students move up through the tiers.

Tier 1 is the general education curriculum. Curricu-
lum and instruction and behavioral interventions should be 
selected on the basis of research-based effectiveness. In Tier 
I all students are screened and their academic progress to-
wards benchmarks is monitored at least three times per year. 
At the elementary level, academic screenings should focus 
on basic reading, math, and written language skills. At the 
middle and high school levels, screenings may encompass a 

broader range of skills and behaviors. Approximately 80% of 
students should be successful at Tier I.

Tier 2 is the level of more intensive and specific 
instruction for those students who do not meet benchmarks 
in Tier 1. Typically, instruction and interventions are deliv-
ered in small groups, and data are collected more frequently.

Tier 3 is the most intensive level. It is where inter-
ventions are delivered individually and student progress is 
monitored frequently. Tier 3 interventions may take place in 
regular or special education. At this level, a problem-solving 
team is typically monitoring the effectiveness of the indi-
vidualized interventions and adapting them as needed. If 
needed, an evaluation for special education usually takes 
place while the student is at Tier 3.

Recommendations for the Implementation of RTI:
1. All school staff involved in instruction should re-
ceive intensive training in RTI methods and proce-
dures.

2. All children should be screened for readiness upon 
entry to kindergarten. Screening should focus on the 
skills directly related to the acquisition of reading, 
math, and written language skills, as well as social-
emotional development.

3. The Wisconsin Department of Public Instruction 
(DPI) should establish criteria for determining 
whether a curriculum, instructional practice, or inter-
vention meets the standard of evidence-based. DPI 
should also publish a list of approved evidence-based 
interventions. However, Local Educational Agencies 
should not be restricted to using DPI approved inter-
ventions. 

4. Classroom instruction and group and individualized 
interventions should be evidence-based (National 
Reading Panel, 2000).

5. Interventions should be determined through a prob-
lem-solving process. To maximize the effectiveness of 
interventions, each intervention should match the stu-
dent’s unique learning needs. Frequent data collection 
should be incorporated into the intervention so that the 
student’s progress and the effectiveness of the inter-
vention can be monitored.

6. Adequate progress may be defined differently for 
each student. Academic goals should be realistic, tak-
ing into account the extent of the student’s academic 
deficiency and the long-term goals for the student. 

7. Adherence to intervention procedures (treatment 
fidelity) should be documented by the teachers in-
volved and observed/verified by the problem-solving 
team.

8. At Tiers 2 and 3, interventions and data collection 
should be maintained for at least 30 school days to 
provide adequate opportunities for learning, time to 
revise/adjust the intervention as needed, and time to 
collect sufficient data. 

9. Students in Tier 2 or Tier 3 who are determined not 6



to have a learning disability or be in need of special 
education should continue to receive differentiated 
instruction and individualized interventions within 
the regular education classroom as needed.

10. Students who require resources or long-term inten-
sive, individualized instruction/interventions that are 
beyond what regular education can maintain should 
be considered for special education, even when they 
are making adequate progress.

11. Special education should be bound by the same 
requirements as RTI. Special education teachers 
should be required to use evidence-based instruction, 
practices, and interventions, as well as being required 
to collect data on an on-going basis. Special educa-
tion should continue interventions that the RTI proc-
ess has found to be effective for each student.

Role of School Psychologists in RTI:  School psychologists 
have expertise in educational psychology, problem-solving, 
team leadership, data collection and analysis, curriculum-
based measurement, consultation with teachers and parents, 
and designing, implementing, and monitoring effective aca-
demic and behavioral interventions. Consequently, school 
psychologists are well prepared for prominent roles within 
the RTI structure. A building’s school psychologist should 
be: 

1. A member of the RTI problem-solving team. School 
psychologists are not only trained in problem-solving 
procedures but are also well informed regarding evi-
dence-based educational practices.

2. In collaboration with other team members, involved 

in RTI data collection and analysis at all three Tiers. 
With graduate level training in measurement, statis-
tics, and research, school psychologists can assist in 
appropriate data collection and analysis that will ob-
jectively determine if an intervention is effective.

3. Involved in RTI consultation with parents, teachers, 
and administrators. With training and experience in 
consultation and interventions, school psychologists 
are ideally suited for consulting with parents who are 
concerned about their child’s educational progress, 
teachers who implement RTI interventions, and ad-
ministrators who promote system-wide changes.

REFERENCES:

Batsche, G. et al. (2005). Response to intervention: Policy 
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tional Association of State Directors of Special Education.
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Pigs, Cows, People and Progress: Formative Evaluation in Agriculture and Special 
Education

By Rob Richardson, NCSP, Salt Lake City School District
(Reprinted from The Observer, Vol. 21, No. 2, February 2006)

Special education teachers have a lot on their plate: 
they instruct a population identified as having difficulty with 
school, they navigate mounds of paperwork to comply with 
Federal and State regulations, and they administer an assort-
ment of required evaluations (Brigance, WJ-III, Key Math, 
CRT, UBISCIT, SAT...).  It can be stressful and frustrating 
when someone asks for more.  All the more so when it does-
n't seem to benefit the students they serve.  Take for exam-
ple, having to administer a grade-level CRT to the non-
reading sixth-grader with low self-image.  It is understand-
able why teachers would have resistance to doing more as-
sessment.

At the beginning of the 2004-05 school year the 
Special Education department of the Salt Lake City School 
District began asking teachers to do more assessment: to 
monitor student progress in oral reading fluency.  All special 
education students capable of reading connected text, who 
have below grade-level oral reading fluency, are monitored 
every other week for reading growth. Some teachers were 
understandably worried.  More than once I heard teachers 

say, "Weighing the pig doesn't make it grow fatter."  The 
implication of course, is that testing doesn’t make for aca-
demic growth; teaching does.

I am not a pig farmer but I imagine that best farm-
ing practice involves a certain amount of weighing to help 
the farmer learn how to better help the pig grow.  The farmer 
needs to know whether what she is doing is working or not.  
Is the hog getting the right sort of feed? Is it healthy?   
Weighing provides feedback on how the pig is doing.  It is 
an indicator of whether or not it is having its needs met.  
Likewise, teachers require regular feedback as to how indi-
vidual students are doing.  If a teacher doesn't know whether 
or not the student is progressing, that teacher is deprived of 
crucial information with which to design instruction.

Having been raised in Wisconsin, rather than Ar-
kansas, I know more about the dairy industry than the pork 
industry. For the past fifteen years dairy farmers have been 
monitoring milk production from individual cows on a daily 
bases. Farmers know the daily output from each animal in 
their herd. On-farm computers receive information from 
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milking machines and record production figures for the 
farmer. The farmer is alerted to cows that have significant 
changes in daily production. This alerts the farmer that a cow 
might be ill or is ready to be mated. The testing feedback 
loop is actually even more involved.  For example, farmers 
also adjust the type of feed they give their cows based on % 
butterfat, % protein, and somatic cell counts from regular 
(typically monthly) sampling of milk. 

Curriculum based measurement (such as oral read-
ing fluency)  provides the teacher brief, efficient, reliable 
indicators of academic proficiency (Shinn, 1989), just as 
modern milking machines provide brief, efficient, and reli-
able indicators of lactational proficiency. These curriculum-
based measures can be just as valuable for educators wishing 
to improve student academic proficiency as computerized 
milking machines are for the dairy farmer wishing to im-
prove milk production. When students are already behind, 
there is no time to lose. We need to know as soon as possible 
whether what we are doing is having the desired impact.  Is 
the student catching up? Great, keep doing what you are do-
ing.  Keeping pace?  Let’s see what we can do to enhance 
what we are doing, so we can close the gap between student 
and peer group.  Falling further and further behind?  Let’s 
problem-solve to see how we can intensify or modify what 
we are already doing.  

A convergence of educational research findings 
strongly suggests when teachers frequently monitor aca-
demic progress (in reading, math, or spelling), they are better 
able to identify individual student need, to design effective 
instructional programs, and to increase rates of student 
achievement (Conte & Hintze, 2001; Fuchs, Deno, & 
Mirkin, 1984; Fuchs & Fuchs, 1986).  Just graphing the pro-
gress data without changing instruction makes a significant 
positive change in and of itself. It has an effect size of 0.4 
standard deviations, which is the equivalent of moving a 
student from 50th percentile to 64th percentile. When the 
teacher is allowed to make whatever instructional change—
any change-- as a result of seeing this data, the effect size 
goes up to 0.7, which is the equivalent of moving a student 
from the 50th percentile to the 75th percentile (Fuchs et al, 
1991). When behavioral incentives are added, outcomes are 
even further enhanced. Taking frequent measurements and 
graphing the data gives teachers valuable instructional infor-
mation beyond what is obtained by teacher judgment based 
on classroom observation, portfolio review, and overall ge-
stalt. Furthermore, graphing progress is motivating to both 
teachers and students. Unlike cows, students are motivated to 
beat targeted rates of progress. They can compete with them-
selves, striving each time to improve their previous score.  
This can further foster alliances between teacher and student, 

which can facilitate a common purpose toward mutual goals. 
(Farmers are not so lucky as to be able to form alliances with 
their cows.) When scores dip after winter break a teacher can 
say “I’m doing my part to teach you the best that I know 
how…you need to keep your end of the bargain and practice 
reading at home.”

Salt Lake City special educators have been monitor-
ing progress of student with reading difficulties for almost 
two years now. Each of these students has a graph with the 
number of words read correctly per minute (WRCPM) and 
number of errors per minute plotted every two weeks. These 
graphs also include a target aimline, which is an empirically-
based estimate of a typically developing student’s rate of 
progress on grade-level text. We do not use aimlines to pro-
ject a struggling student’s past performance into the future. 
We want aimlines to let us know whether or not progress is 
sufficient to catch a student up to a range of typical peer per-
formance.  There is sufficient evidence that the vast majority 
of disabled students, with targeted, intense, systematic and 
explicit instruction, can make progress at rates similar to 
their non-disabled peers (Deno et al., 2001). In fact, that has 
been our experience as well. 67% of special education stu-
dents that were progress monitored in the Salt Lake City 
School district performed at or above their aimline for the 
first half of the year.  That means that with enhanced sup-
port, well over half of special education students in our dis-
trict have been progressing at rates that are at or above pro-
gress rates found in general education. In addition, teachers 
are encouraged to draw vertical lines to indicate changes in 
intervention. Changes in instruction are to be made after four 
successive data points under the goal line. In this way teach-
ers are able to quickly visualize that a student is losing 
ground and see whether or not programming changes are 
having the desired effect. 

Individual Student Graph
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The overall Teacher response to this additional test-
ing and charting has been very favorable.  Teachers have 
remarked that it has enhanced their teaching and has im-
proved student motivation.  One teacher remarked, “This is 
the best innovation I have seen in the last 20 years of teach-

8



ing”. Another teacher commented, “Finally we have an easy, 
efficient measure of whether or not pre-referral interventions 
are working”. While progress monitoring does take time, 
testing time is much less than for conventional tests.  We are 
requesting (not mandate) that teachers monitor those with 
fluency deficiencies either weekly or every other week. Data 
submissions to the central office indicate that 70% of teach-
ers are doing this. Conversations with non-submitters sug-
gest that many others are stealthfully progress monitoring 
without submitting data. 

Teachers have also remarked that testing oral read-
ing fluency is student friendly. Having students read orally to 
adults is a good thing instructionally and they are reading 
texts that are at or just beyond their instructional level so 
they meet the task with a certain amount of success. Further-
more when a student encounters a word that she doesn’t 
know and is stuck on, the teacher gives it to her after a three 
second wait.  The student is not just left hanging. 

As is the case in the research literature, progress 
monitoring using oral reading fluency is having a positive 
outcome on the reading proficiency of our special education 
students. All special education students were benchmarked 
in fall, winter and spring on oral reading fluency using 
grade-level passages.  Teachers who monitored their stu-
dent’s oral reading fluency nine or less times over the year 
had an average growth of 15 words read correctly per minute 
(WRCPM) between fall and spring measures. Teachers who 
monitored student progress 10 or more times over the course 
of the first semester had an average growth of 23 WRCPM 
between fall and winter measures.  

We are living in an age where students receive a lot 
of testing, so much so that many teachers feel frustrated that 
not enough time is left over to teach. However, it is impor-

More frequent progress monitoring accelerates 
progress from Fall to Spring
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tant that we not lose sight of potential benefits of testing, 
particularly in the context of formative evaluation, where 
teaching and testing are linked into an ongoing feedback 
loop. Does weighing the pig make it grow?  No, good quality 
feed does. However, the scale provides crucial information 
to the farmer as to whether or not the feed is having the de-
sired effect. When things are not going so well, the farmer 
needs to know immediately so she can adjust the type of feed 
or possibly dip into her arsenal of medical support.  Like-
wise, in order to make a maximum educational impact teach-
ers need quick, reliable feedback on how individual students 
are responding to instruction.  If a student is not catching up 
or is falling further and further behind, educational program-
ming needs to be enhanced somehow. Did we get it right? 
The proof is in the growing. Our student’s academic growth 
is every bit as important as the pork of Arkansas or the milk 
of Wisconsin. Let’s get down to business and maximize what 
students can do with the best formative measures and teach-
ing tools that educational science has to offer.

Note: This is a revised and updated version of an article pre-
viously printed in the Utah Special Educator, May 2005, 
Vol. 25, No. 6.  
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Attention CESA 8 school psychologists!

Jennifer Kamke Black has not been able to serve the PINES region of WSPA as it should be served.  If you work in the 
CESA 8 region, please consider volunteering to be the regional representative for your region for the next school year.  Contact
Jennifer at 715 526-2175 x4032 or email her at kamkeblj@sgsd.k12.wi.us if you are interested.
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Helping Schools Prevent Youth Suicide
By John Humphries, Nationally Certified School Psychologist

Student Services/Prevention & Wellness Team, DPI

Youth suicide is a pressing problem for Wisconsin 
families, communities, and schools. According to the Cen-
ters for Disease Control and Prevention, Wisconsin has the 
12th highest youth suicide rate of any state (for the 4 years 
ending 2002). Since the mid-1970’s, schools have been re-
quired to provide content-specific suicide prevention instruc-
tion. Wisconsin state law (Ch. 118.01) requires schools to 
teach students “The skills needed to make sound decisions, 
knowledge of the conditions which may cause and the signs 
of suicidal tendencies, knowledge of the relationship be-
tween youth suicide and the use of alcohol and controlled 
substances”…“and the knowledge of the available commu-
nity youth suicide prevention and intervention services.  
“Instruction shall be designed to help prevent suicides by 
pupils by promoting the positive emotional development of 
pupils.” DPI is responsible to ensure school districts are 
complying with the law, including suicide prevention in-
struction that will achieve its intent, i.e., make youth less 
likely to attempt or complete a suicide.

In the past, DPI relied on CESAs to support schools 
and districts. Starting in 2001, because of limits to state 
funding, DPI took a more active role in providing that sup-
port. We began by collaborating with a national expert in 
youth suicide prevention, Dr, Leona Eggert of the University 
of Washington. She completed an exhaustive literature 
search in an effort to identify evidence-based programs 
available for school-based youth suicide prevention. She 
then took the best of those published programs, and devel-
oped a 3-tier prevention and intervention model described 
below.

Dr. Eggert’s Prevention and Intervention model 
includes a wide variety of evidence-based programs for use 
in schools. At the Universal Level targeting all students in 
the school, the strategies include educating students and staff 
about warning signs and resources offering help with depres-

sion. We teach schools to help parents learn about the dan-
gers of allowing children and adolescents to have access to 
firearms and ammunition, especially during a mental health 
crisis. We discuss how to contact the media before and after 
a suicide event so their reporting does not increase the poten-
tial for further suicides. At the Selective Level, we teach 
school staff how to using questionnaires and/or interviews 
about depression and suicidal thinking. These activities can 
lead to additional support for students who need it to return 
to health. Gatekeeper training is another strategy where any-
one who interacts with students, from cafeteria workers to 
bus drivers to teachers, is taught the warning signs and the 
ACT response. The ACT acronym (from SOS Signs of Sui-
cide) stands for: Acknowledge the problem, express Care 
and Concern, and Tell someone on the school’s crisis inter-
vention team who can help. It empowers teachers and school 
staff members to take action when they might otherwise 
choose to minimize the problem or be afraid to help for fear 
of making the problem worse. We work hard to send a clear 
message that the only way people can make this problem 
worse is by ignoring it! Some teachers and administrators are 
afraid to talk with students about suicide because they’re 
afraid they might make it worse or give them ideas. Fortu-
nately this myth is now being dispelled through research we 
discuss in the training. Crisis Teams also respond effectively 
to depressed and/or suicidal students. When a student gets to 
that level, there are a variety of Indicated Level prevention 
activities that schools are trained to implement: support 
groups, close supervision and case management, and connec-
tions with community-based resources are just some of the 
services schools offer to students with this level of challenge. 
We suggest that schools have 2 or 3 strategies at each level 
to have a good suicide prevention program that meets the 
requirements of the law.
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Because we didn’t want to lose sight of the students 
and in order to help schools meet their legal obligations, 
DPI’s Health Education and Physical Activity Consultant, 
Jon Hisgen brought together a group of educators to develop 
a depression awareness and suicide prevention curriculum 
along with experiential performance assessments. The result-
ing classroom curriculum fosters the key knowledge area of 
recognizing warning signs and the key skill of ACT from the 
SOS Signs of Suicide® Program. SOS is nationally recog-
nized, easily implemented, cost-effective program of suicide 
prevention for secondary school students (a middle school 
program is coming soon). It is the only school-based pro-
gram to show a reduction in suicide attempts (by 40%) in a 
randomized controlled study (American Journal of Public 
Health, March, 2004). The five classroom lessons developed 
by Jon Hisgen and his team are: Engagement (SOS video), 
Content (warning signs), Skills Building (writing a story 
using warning signs and ACT), Review game (“Apples to 
Apples,”), and a Community Connection lesson (“Crisis 
Cards” where students explore local and national prevention 

and intervention resources). The SOS video teaches students 
how to identify symptoms of depression and suicidal think-
ing in themselves or their friends and encourages help-
seeking.

Beginning in the spring of 2004, DPI staff from the 
Student Services/Prevention & Wellness Team started train-
ing school staff to use the 3-tiered prevention and interven-
tion model and the classroom curriculum. In the course of 
the 2004-2005 school year, we trained over 1,000 people in 
22 training days around Wisconsin. DPI absorbed all the 
costs of these workshops including travel for the trainers, all 
materials, and a comprehensive CD with Dr. Eggert’s litera-
ture review and best practices guide for schools. The interest 
level has been extraordinarily high with very positive evalua-
tions from participants, and many schools have continued to 
call DPI for support and technical assistance as they imple-
ment the programs discussed in the training. We’re confident 
that schools have begun to implement a variety of new pro-
grams and strategies, and are hopeful that this will begin to 
reduce youth suicides and attempts in our state.

Listserv® Versus Discussion Group

What is the difference?  Is there a difference? How 
do I use them?  These are all questions that have been asked 
since the WSPA website has been remodeled and the WSPA 
listserv has been in use.

A Listserv® is an electronic mailing list software 
application, originally developed in the mid 1980s for the 
Bitnet computer network. The word "listserv" is often 
(incorrectly) used as a generic term for any email-based 
mailing list application.  What many people do not realize is 
that “Listserv” is only one of several emailing list software 
programs.  Others include, GNUMailman, Bugtraq, and Ma-
jordomo. The original intent of Listserv® was for wide-
spread distribution of information and statistics via a net-
work, such as a company’s computer network or the internet.

Although originally intended as a means to disperse 
information, mailing lists sometimes take the form of a 
“Discussion Group” where information is not only dispersed 
but also exchanged.  The exchange takes place in the form of 
“virtual discussion” through a structure called a “thread”.  A 
“thread” is simply a verbal conversation laid out in a visual 
format resembling a waterfall of comments.  One person 
comments on a previous comment, and so on.

Since their inception, many other mailing list ser-
vices have popped up and filled the internet with opportuni-
ties to talk about virtually any topic one chooses.  If the topic 
does not exist, all you have to do is create your own listserv 
on the topic of your choice.  Visit Yahoo.com and search do 
a search for “Groups” and you will quickly discover that the 
number of groups available is perhaps in the millions!

So what is the difference between our GOWSPA2 
listserv and the discussion group we have on 
www.WSPA.org?  Really none, although you could say that 
our web site discussion group is a slimmed down version of 
our GOWSPA2 listserv without all the extras such as the 

ability to directly email a specific member and the ability to 
share information in document form.

Some have asked, “Why then have both? Aren’t we 
duplicating services?”  The answer to that question is “yes” 
they are a duplication of services to some extent.  However, 
as our organization moves more and more into the world of 
technology it is important that we experiment with the vari-
ous options that are available.  Not all services will suite our 
specific needs and trying each one will help us make in-
formed decisions about which one to continue.

The key to any listserv or discussion group is par-
ticipation of its members.  The “if you build it, they will 
come” belief only goes so far.  Unless a listserv is used, it is 
only taking up space, time, and in some instances such as our 
GOWSPA2 listserv on Yahoo.com may be canceled for lack 
of use.

A listserv is a wonderful tool but common sense 
should still prevail with its use.  The discussions on any 
listserv, with the exception of a restricted listserv, are public 
domain.  Even the discussions on a restricted listserv become 
public once the listserv is shut down.  Although past com-
ments you made may not be visible after a certain period, 
they still exist.  All submissions to a listserv are saved, in an 
archive, usually forever.  Therefore, it is important to prac-
tice good judgment and proper etiquette.  A generally ac-
cepted rule to follow when using a listserv: “Don’t write 
anything you wouldn’t want your mother to read.”

Join our GOWSPA listserv.  Try our web site dis-
cussion group.  Let us know what you think.  As always, I 
will be happy to answer any questions you may have.

Carl Graf
WSPA Webmaster, Listserv Moderator
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THE NEURAL MACHINERY OF MATHEMATICS:
Three Ways Numbers are Formatted in the Brain

by Steven G. Feifer, D.Ed., NCSP
(Reprinted from Winter, 2006 issue of Maine Association of School Psychology’s newsletter The Letter)

Cognitive neuroscience has begun to make possible 
the scientific study of the neural mechanisms involved with 
mathematical operations.  While the brain is not a mosaic of 
clearly delineated regions, each of which is responsible for 
precise cognitive functions, there are numerous structures 
which contribute to the underlying qualities of mathematics.  
According to Haskell (2000), most mathematical operations 
require an understanding of number facts, counting, ordering 
numbers serially, comprehending number quantities, and 
reading and manipulating symbols within a particular algo-
rithm.  Therefore, a mathematical disability, generally refers 
to children with markedly poor skills at deploying these ba-
sic computational procedures to solve equations.  In the 
neuropsychological literature, the term developmental dys-
calculia is often used to denote children who have difficulty 
acquiring basic mathematical operations and procedures.

Within most school systems, there is not specific 
term to denote a mathematics disability, other than to clas-
sify this condition under the umbrella term of learning dis-
abled.  Most school districts define a learning disability as a 
significant discrepancy between a student’s intelligence quo-
tient, and their performance on a standardized test of aca-
demic achievement.  Therefore, it matters not how a student 
is functioning in relation to their own peers, the general cur-
riculum, or certain benchmark standards.  Instead, school 
systems place an undo importance on how the student is 
functioning with respect to their own potential, as deter-
mined by their performance on an intelligence test measure.  
This particular methodology makes the assumption that hu-
man intellectual prowess can actually be measured by a sin-
gular numeric value, and tends to ignore underlying mathe-
matical processes and skills in favor of global generic scores.   
Furthermore, aptitude achievement discrepancy models are 
plagued by statistical impreciseness, and are not linked to 
effective interventions.

The study of mathematics disorders from a brain-
behavioral perspective involves comprehending the various 
cognitive attributes which facilitate calculation and other 
mental operations. According to Chocon et. al., (1999) there 
are multiple neural networks involved during the processing 
of mathematic tasks, with the particular cognitive strategy 
being deployed by a student dictating which brain regions 
are most active. Dehaene et. al. (1996) postulated three spe-
cific processing network deemed the "triple code" model of 
mathematic representation in the human brain.  The basic 
tenets of this model claim that numbers are stored in the 
brain in three very distinctive formats, and thus rely on three 
separate and distinct functional processing units.  First, num-
bers can be represented through a

(1) Verbal Code, as numerals are encoded as se-
quences of words in a particular order (e.g. twenty-four in-
stead of 24).  Hence, a module exists where numbers are 
merely represented as number-words, primarily along the 
self-same brain regions which modulate most linguistic 

skills; namely, the left perisylvian areas along the temporal 
lobes (Dehaene & Cohen, 1997).  Specific deficits in this 
region can hinder the ability to name digits, and disrupt ver-
bal memory of basic math facts (i.e. nine time nine equals 
eighty-one).  Mathematic operations such as rote addition 
facts and rote multiplication facts can most easily be trans-
formed into a verbal code, and are often housed in this par-
ticular module. Therefore, the memorization of an over-
learned multiplication fact can be accomplished by trans-
forming numbers into words, such as "two times four equals 
eight", and consequently solved without any comprehension 
of the numerals themselves.  In summary, exact math facts 
tend to be stored in a language-dependent code primarily in 
the left hemisphere, with deficits in this system also leading 
to reading, writing, and verbal memory retrieval skills.

(2) Visual-Arabic Code (e.g. 1,2,3, instead of one-
two-three). Here, numbers represent fixed symbols, instead 
of merely words, and this visual representation allows for the 
internal representation of a number value line, and aides in 
making parity and magnitude judgments (von Aster, 2000). 
According to Dehaene and Cohen (1997), this type of nu-
meric representation occurs in both the left and right occipi-
tal-temporal regions. While children with verbal dyscalculia 
frequently have difficulty learning language arts skills as 
well, children with a visual-arabic subtype tend to have 
learning difficulties solely related to math.  Hence, the fun-
damental breakdown in visual-arabic dyscalculia is more in 
the execution of arithmetical procedures.  For instance, a 
student may have difficulty recalling the sequences of steps 
necessary to perform multi-digit tasks such as division, or 
there may be a breakdown in procedural operations such as 
an inability to start at the right-hand column when doing 
subtraction (van Harskamp & Cipolotti, 2001).  Disruptions 
to this system may impair the all-important algorithm, or 
internal set of procedures involved in calculating equations 
not committed to rote memory.  However, determining mag-
nitude representations or recalling basic math facts such as 
addition or multiplication facts are often left preserved. 

KEYS TO REMEDIATION: Use number lines, flash-
cards, play dice games, card games such as black-jack, 
money, and other external visual cues to strengthen vis-
ual channels in learning basic math facts when auto-
matic verbal retrieval cues are problematic.

KEYS TO REMEDIATION: Turn visual-spatial 
endeavors into verbal ones. Teach students to verbal-
ize steps out loud when regrouping numbers, or cal-
culating long division. Set rules to problem solving 
to a song or rap, and create a classroom environment 
free of anxiety to increase working memory stores. 
Also, practice forward and backward number se-
quencing as well. 
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The Neuropsychology of Mathematics: Diagnosis and Intervention
Steven Feifer, EdS, published by Neuropsych Press

Book Review by Thomas Jamrog, NCSP
(Reprinted from Winter, 2006 issue of Maine Association of School Psychology’s newsletter The Letter)

My copy of this book could not have come at a bet-
ter time. I had just received a referral on a sixth grade child 
who was adept at reading, but who had significant problems 
with the area of math. At the initial PET meeting, I was able 
to use the information in this book to ask specific questions 
about the child’s approach to math, and we formulated an 
assessment plan that would enable the team to understand 
why this child was failing in her acquisition of math skills.

Some of you might already be familiar with Dr. 
Feifer’s work. His first book, “The Neuropsychology of 
Reading Disorders: Diagnosis and Intervention” was voted 
neuropsychology publication of the year for 2001 by NASP. 
His second book, “The Neuropsychology of Written Lan-
guage Disorders: Diagnosis and Intervention” has also been 
well received. This new book follows the same format of the 
two previous ones. This volume starts off with a review of 
the characteristics of numerical abilities and identifies the 
underlying cognitive processes and neuroanatomical struc-
tures that are associated with numerical calculations and rea-
soning. I was pulled into the first chapter when he outlined 
the close ties between instinctual behavior fundamental to 
the survival of any animal species and basic mathematical 
abilities, specifically visual-spatial prowess. In the second 
chapter, Dr. Feifer was able to keep me turning the pages by 
delineating the multiple subtypes of math disorders, and 
stressed the inadequacy of relying on traditional cognitive 
measures to do so. Some interesting examples of individuals 
who were considered to be mentally retarded, but who were 
also autistic savants were presented. Dr. Feifer asserts that 
mathematical functioning was a by-product of multiple psy-
chological processes that operate in a top down fashion. 
Terms such as verbal subtypes, procedural subtypes, and 
semantic subtypes were introduced and illustrated. The third 
chapter is devoted to the “Visual-Spatial Dimension,” and it 

is in this chapter Dr. Feifer summarizes the data that suggests 
there are clear biological differences across cultures that ex-
ist in the area of mathematical skills between the male and 
female brain that do not extend to the area of verbal abilities. 
This male/female differentiation is related to the visual spa-
tial task involving “mental rotation.” Chapter 4 focuses on 
the contribution that memory and anxiety play in impacting 
mathematical abilities, and the following chapter is devoted 
to the impact of frontal mechanisms and executive function-
ing on math prowess. The remainder of the book is more 
practical in its application, with Chapter 6 outlining the “90 
Minute Assessment of Mathematics.”  I would be hard 
pressed to complete the assessment under the 90 minute fin-
ish line if I were to carry out the tests Dr. Feifer recom-
mends. Dr. Feifer lays out the 7 elements of such a proce-
dure, which include an intelligence measure, test of visual 
spatial processing, working memory data, executive skills 
assessment, math assessments, math/ anxiety scales, and 
developmental history. Some of this data is obtained through 
behavioral checklists, and some of the data extends from one 
area to the other (e.g., Working Memory data may be ob-
tained from the WISC- IV measure). Possible tests to use 
under each heading are discussed by Dr. Feifer in terms of 
strengths and weaknesses. Chapter 7 was extremely useful to 
me, with two complete reports written by Dr. Feifer that in-
clude specific recommendations for different subtypes of 
math disorders. The final chapter has strategies and interven-
tions, worksheets, and games that can be directly inserted 
into reports for teacher and parent use in remediation efforts. 
I have already gained skills in the area of math diagnosis 
from reading this book, and will definitely use it to guide me 
through a more thoughtful, thorough, and useful approach to 
math assessments. 

(3) Magnitude Code refers to representations of 
analog quantities.  Thus, value judgments between two nu-
merals, such as 9 is bigger than 3, can be determined as well 
as estimation skills (Chocon, et. al., 1999).  According to 
Dehaene and Cohen (1997), this type of numeric value repre-
sentation occurs mainly along the inferior parietal regions in 
both cerebral hemispheres.  Specific mathematical proce-
dures whereby a meaningful understanding or semantic in-
sight is required to fully comprehend numeric qualities lies at 
the heart of the magnitude code.  Hence, certain skills such 
as fractions, division, and word problems involve a more 
meaningful and richer interpretation of numeric quantities 
than rote facts such as addition and multiplication.  The se-
mantic comprehension of numbers also allows for transcod-
ing mathematical operations into more palatable forms of 
operations.  For example, taking the operation 9 X 4 and 

recoding it to (4 X 10) - 4 requires a basic conceptual frame-
work for interpreting the magnitude of numbers.

Editor’s Note: This article also appeared in the Volume XXV 
No. I of the Protocol, which is the newsletter for the Mary-
land School Psychologists’ Association. Thank you, Dr. 
Feifer, for sharing your article with us. To learn more about 
neural mechanisms, visit www. schoolneuropsychpress.com.

KEYS TO REMEDIATION: Use real life examples, 
such as making change, managing a budget, or setting 
up a bank account to develop a conceptual awareness of 
numbers. Also, have students verbally explain responses 
to word problems, or having them create a verbal story 
from a number sentence can be helpful as well. 

13



WSPA Children’s Service Committee Grant
Summary of Outcome for WSPA Summer Newsletter

Grant Title:  Students Creating a Positive School 
(SCRAPS)
Facilitator:   Christine M. Rentmeester

The Students Creating a Positive School (SCRAPS) 
group brought together a diverse group of 4th and 5th grade 
girls in the Oshkosh Area School District to learn more about 
scrapbooking, community service, and themselves.  During 
the spring of 2006, the students met on a bi-weekly basis 
during lunch to take part in a scrapbooking group focused on 
exploring their self-concept.  Each session, the students par-
ticipated in an introductory activity to get them thinking 
about the week’s topic (e.g., friends, family, hobbies, future 
goals, etc.) and then had the opportunity to scrapbook their 
own pictures.  In addition, the girls had the chance to share 
their unique pages with the group at the end of each session.  
At the beginning of the SCRAPS group sessions, the stu-
dents scrapbooked pictures of people, including friends and 
family, that impact their lives and then eventually narrowed 
in on their own personal hobbies, beliefs, and goals.  

Along with the bi-weekly scrapbooking sessions, 
the SCRAPS students also brainstormed ways that they 
could assist in creating a positive school environment.  The 
students then used their talents to implement these ideas, 
ranging from creating positive character trait posters to 
teaching basic scrapbooking skills to kindergarten students, 
during the spring of 2006.    

Overall, the SCRAPS group proved to be a huge 
hit!  Students came to each group session eager to scrapbook 
and often asked for weekly scrapbooking sessions (Every 
other week just proved to be too long of a wait for some!).  
The SCRAPS students not only left the group with a scrap-
book they will treasure for a lifetime, but also a renewed 
sense of who they are and who they would like to become!

Kelly Zuelke chooses some pictures to embellish her page.

Emily Raddatz and Emily Delap hard at work designing their 
pages.

Teresa Martinez puts the final touches on her page.
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Girl Power! 

Janesville’s Kennedy Elementary School’s Girl 
Power! group is an after school club which meets once a 
month for approximately 60-75 minutes throughout the 
school year. Girl Power!  is open to all 4th and 5th grade girls 
at no cost.  All meetings involve some type of physical actic-
ity, a healthy snack, and an activity that contributes to the 
objectives of “Girl Power!”

Research indicates that early adolescence is a criti-
cal transition period for girls.  It is a time of experimentation, 
risk taking, and growing independence.  Girl Power! was 
designed to help encourage and motivate our 4th and 5th

grade girls.  Girl Power!  has provided accurate health infor-
mation and positive messages to girls and their caregivers, 
raised public awareness about substance abuse and risky 
behaviors, helped girls develop the skills they need to resist 
unhealthy influence and make positive choices, and support 
girls and the adults who care about them.  Girl Power! has 
provided opportunities to build skills and self-esteem 
through sports, academics, arts, community service, and 
other endeavors.

Previous Girl Power! meetings have included physi-
cal activities such as Frisbee golf, rollerblading, hiking, hip 
hop dancing, and yoga.  The girls sponsored an anti-tobacco 
education initiative at our school, a Women’s Career Semi-
nar, a Mother –Daughter Dance and worked with the PTO to 
plant a shrub and flower garden at their school.  The group 
has also participated in arts and crafts projects, book discus-
sions, and journaling activities.

Girl Power! has long been interested in developing 
an educational project focusing on Women in Government 
ever since Senator Judy Robson attended one of our meet-
ings in  2003 and  we were thrilled when we heard that we 
were this years recipients of the Children’s Services grant!

On March 13, forty-three girls boarded a bus and 
set off for Madison to visit our State Capital and meet with 
women legislators as part of our Women in Government 
Study!  It was the first trip to Madison for many of our girls 
and the first views of the capital were met with plenty of 
oohs and aahs.

Senator July Robson and her staff continued to 
support Girl Power! by providing us with a private tour of 

the capital.  Besides 
the Rotunda, the girls 
visited the Supreme 
Court, the Senate 
Chambers, the Assem-
bly Chambers, and the 
North Hearing Room.  
We even had a chance 
to enter the Governor’s 
Office and sat in his 
conference room.  One 
of the highlights was 
rubbing the bronze 
badger’s nose for luck 
outside of the Gover-
nor’s office!

After our 
tour, Senator Robson 
spent time with the 
girls telling them sto-
ries of her childhood and how she 
became a state senator.  As a girl 
growing up in Cleveland, she was a huge Cleveland Indians 
fan and wanted to be a bat boy but was not able to even ap-
ply because she was a girl.  When it came time to make a 
choice as to what to study in college, the choices were either 
a teacher or a nurse. Later as a nursing student, she lost her 
scholarship when she became pregnant because it was 
thought that the scholarship would go to waste since she was 
going to be a mother.  She reminded the girls that times have 
changed and they can do anything they want.  Even though 
they may be bombarded with messages that they need to be 
thin, pretty, and wear the right clothes they need to remem-
ber to use their Girl Power! in their brain and embrace their 
innate beauty to combat negative thinking.  She shared that 
some people still believe that women are not tough enough 
to debate and fight for the bills and issues that they believe 
in, however, she continues 
to use her Girl Power! to 
represent the 170,000 peo-
ple in her district.

We then had the 
opportunity to meet with 
U.S. Congresswoman 
Tammy Baldwin.  Con-
gresswoman Baldwin told 
the girls about the first 
time she became interested 
in politics.  She was on the 
student council at her mid-
dle school and met with 
neighbors to find out what 
they liked and disliked 
about living next to the 
middle school.  As a 
result of their meetings, 

Senator July Robson

Congresswoman Tammy Baldwin15



several positives changes were made in the neighborhood 
and she learned that you can make a difference and make a 
change.  She told the girls that they have to acknowledge the 
power they have as women—the power to change and help 
each other.  Even though only 15% of Congress is made up 
of women, everybody has only one vote just as we all have 
one vote, and that vote is power.

Before we left for home, each of the girls was given 
a souvenir booklet about the capital full of history and beau-
tiful photographs of the art and rooms that they had visited.

On behalf of all the members of Girl Power! I 

would like to thank the Children’s Services Committee and 
the WSPA members for allowing us the opportunity to visit 
the Capital and meet with such outstanding women.

GO GIRL POWER!

Respectfully submitted,

Jessie Stevenson
Kennedy School Psychologist
Janesville, WI

Power Women Project at Lincoln Elementary School, Madison Metropolitan
School District

Project leader: Lauren Mikol, School Psychologist

The goal of the Power Women Project is to increase 
the engagement in learning and academic performance of 4th 
grade African American girls who have the potential to be 
successful academically and to eventually go to college but 
who may not be performing to that level.  Leadership, com-
munication, teamwork and social skills are all facilitated 
through the project and career awareness is expanded.  The 
project is currently serving 4 girls out of 10 who were nomi-
nated by teachers.  The 4 girls involved completed an appli-
cation process and secured parent permission to participate 
in this after-school program.  Part of the application process 
was to identify goals for improving classroom achieve-
ment.  The team of 4 girls has been learning interviewing 
skills and video-camera operation, the girls have been devel-
oping their poise with interviewing adults and become more 
active listeners during interview sessions, asking good fol-
low-up questions and omitting or altering subsequent ques-
tions based on the information the interviewee already pro-
vided.  Each girl has had turns being the video camera opera-
tor and has become proficient in its operation.  The girls 
have been provided with information about post high school 
education so that when they ask interviewees about training 
needed for a career, they have the background information to 
understand the responses they receive to that question.

The 4 girls involved in the project do not all come 

from the same social circle but they have developed the abil-
ity to respect each other and work together cooperatively, 
sharing and rotating leadership roles and problem-solving 
together as needed.  At this point, with the project having 
gotten underway in February, the girls are ready to go into 
the community to interview women of color in a variety of 
different careers. After being led through a future-think visu-
alization exercise, each girl has identified a potential future 
career for themselves and the women we will interview will 
have careers related to those potential future careers.  Class-
room behavior and achievement is improving, according to 
teacher reports, reflecting improved engagement.

The project is a semester-long process.  The end 
result will be written person profiles of the successful Afri-
can American women interviewed (the "Power Women" for 
which this project is named), accompanied by photos of the 
girls with the person interviewed.  We will then an opportu-
nity to publish the profiles in a community publication.

Funds from the WSPA grant have paid for transpor-
tation to and from interview sites and to get the girls home 
after sessions, weekly snacks, video-taping and interviewing 
materials and a small stipend for coordination and leading 
the project for the project leader, who is doing this project 
beyond contract time.
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Candidate Statement
Lamont Houston

THE EXPANDING ROLE OF THE 
SCHOOL PSYCHOLOGIST

School psychologists are highly trained profession-
als with unique expertise in a wide variety of areas.  The 
typical school psychologist’s training provides them with 
knowledge regarding how students learn, normal child devel-
opment, behavior problems, curriculum development and 
school climate.  School psychologists are also trained in how 
to diagnose problems, develop and evaluate effective pro-
grams and interventions, and provide consultation services 
at the individual, building and district level. 

As a result of the extensive training school psy-
chologists receive; they are well equipped to take on a wide 
variety of roles/tasks within the school system.  An impor-
tant issue facing most school psychologists at some point in 
their career is how to create a job 
that includes a variety of roles and 
responsibilities, meets the needs of 
students, parents, and the district, 
yet is personally rewarding and sat-
isfying.  The literature (and my 
personal experience) suggests that 
school psychologists are fre-
quently challenged in their at-
tempts to provide the breadth and 
quality of services that are viewed 
as best practice while allocating 
time to explore their own areas of 
interest. Some factors/issues that 
have contributed to the challenge 
include 1) an over-reliance by schools 
on the outdated “refer, test, place” 
model of school psychology which 
places heavy demands on the psy-
chologist's time for a very few stu-
dents and leaves many students' needs unaddressed, 2) 
recruitment and retention issues for school psychologists 
due to job satisfaction issues, 3) limited visibility within 
the district and professional isolation in schools due to the 
low numbers of psychologists in many school districts, 4) 
failure to include school psychologists in district-level 
staff meetings and planning processes with the result that 
their unique contributions to the school system are not 
realized, and 5) a general lack of appreciation/knowledge 
of the important contributions of school psychology in 
many school districts.

How can we address the challenge of creating a job 
that includes a variety of roles and responsibilities, meets the 
needs of students, parents, and the district, yet is personally 
rewarding and satisfying?  How do we provide the breadth 
and quality of services that are viewed as best practice 
while allocating time to explore our own areas of interest?  
It goes without saying that the school psychologists training 
prepares him/her to be well equipped to represent the inter-
ests of the individual student, school, and district.  School 
psychologists should feel confident in the fact that they have 

the training and the tools needed to be successful at a wide 
variety of tasks and they shouldn’t shy away from going be-
yond the traditional role of the school psychologist by taking 
on tasks that are personally interesting and rewarding.   It is 
at the building level that the school psychologist can have 
the greatest impact on changing the perception of their role/
responsibilities and increasing their satisfaction with their 
job.  At the building level school psychologists can lead 
school improvement teams. School psychologists can pro-
vide effective team leadership, organize support for pro-
grams, identify resources, communicate progress, evaluate 
the effectiveness of academic programs, in-service staff, and 
conduct research - all in an effort to meet the needs of the 
students, staff and parents within the building, while achiev-
ing the goal of expanding their job responsibility and satis-

faction.  School psychologists need 
to step up and offer to be a direct link 
between what is occurring at the 
school level and what is occurring at 
the district level.  School psycholo-
gists can use their unique training, 
skills and abilities to help at the dis-
trict level by assisting in the develop-
ment and design of early intervention 
programs, by sharing their knowl-
edge of testing practices, test content, 
legal guidelines, and technical as-
pects of tests. They can and should 
ask for a greater role in sharing their 
knowledge.  At the district level 

school psychologists can serve as re-
sources by engaging in planning, imple-
menting, delivering and evaluating pre
vention and intervention programs for 
the full spectrum of learning, behavioral 

and mental health problems affecting schools. School psy-
chologists’ can/should provide collaborative consultation 
services to district level staff and community stakeholders on 
a variety of issues.  At the state and federal level School Psy-
chologist must lobby to become part of any group or organi-
zation that recognizes their unique training, talents and inter-
ests.  Supporting state and national school psychologist or-
ganizations financially and with their time can reap immedi-
ate and long-term rewards for them professionally.

The appropriate use of psychological services in 
schools enhances learning, reduces stress and lowers the 
overall costs of interventions for students. School psy-
chologists need to work at the school, district and state level 
to develop a broader view of the contributions of school psy-
chologists.  By doing so they will increase their value to 
schools and create a greater range of services that they can 
offer. The broader professional role will improve the services 
to students, staff, and parents, increase their job satisfaction 
and in round about fashion assist with recruitment and reten-
tion of qualified school psychologists for the future.

Lamont Houston receives School Psychologist of 
the Year award.  On the left is Assistant 

Superintendent William Prijic and on his right is 
Director of Pupil /Services David Cullen.
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WSPA Awards Presented at Spring Convention
By Kathy Carson, Awards Chair

Allard Award:  Danielle White 
The Allard Award is sponsored by one of our own members, 
Ms. Suzanne Allard.  Candidates for this award are masters-
level graduate students who are nominated by the faculty in 
their training programs based on outstanding academic and 
research skills and strong leadership skills.  The recipient of 
the 2006 Suzanne Allard Award is Danielle White, a student 
at UW-LaCrosse.  Rob Dixon who nominated Danielle cited 
her exemplary academic excellence, interpersonal and lead-
ership skills and skills at conducting research in his letter of 
recommendation.  Danielle’s research for her specialist the-
sis focused on perceived school psychologists’ characteris-
tics as a predictor of teacher consultation with a school psy-
chologist.  Nominator and award presenter was Rob Dixon.
Jacquelyn Gouldthorp from UW-Whitewater and Jennifer 
Stroh from UW-Eau Claire were also nominated for this 
award.

WSPA Minority Scholarship Award:  Alan Livingston
WSPA has established the Minority Scholarship Award for 
its student members in state school psychology programs to 
actively encourage and support the growth of minority repre-
sentation in professional school psychology in Wisconsin.  
This year’s recipient is Alan Livingston, a student at UW-
Whitewater.  Alan is currently serving as a mentor for the 
Straight Talk Mentoring program and is conducting research 
on the needs of African-American students who are under-
achieving for his specialist’s thesis. Alan aspires to practice 
as a school psychologist within the Milwaukee Public School 
System.  
Nominator and award presenter was Jim Larson.
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Dr. Rob Dixon of UW-LaCrosse commends 
Danielle White.

Dr. Jim Larson from UW-Whitewater pays tribute to 
Alan Livingston.



David Cullen congratulates Lamont Houston

Christine Neddenriep from UW-Whitewater
 praises Joanna Boey 

Bernice Krolasik Memorial Scholarship Award:  Joanna 
Boey

The Bernice Krolasik Memorial Scholarship Award 
is for a non-traditional student enrolled in a masters-level 
school psychology training program in Wisconsin.  Bernice’s 
willingness and ability to counsel young people interested in 
school psychology was responsible for the career choice of 
many individuals.  The Bernice Krolasik Memorial Scholar-
ship was established by Bernice’s husband Casey Krolasik 
and daughter Lisa, in memory of her years of dedication to 
the field of school psychology and her commitment to the 
welfare of children.  The recipient of the 2006 Bernice 
Krolasik Memorial Scholarship is Joanna Boey from UW-
Whitewater.  Joanna displays on outstanding and passionate 
commitment to the welfare of children that begins with her 
commitment to her own three children.  Joanna entered the 
field of School Psychology after earning her Master’s De-
gree in Rehabilitation Counseling in 1987 and serving fifteen 
years as a case manager.  Joanna has served as a volunteer 
within her children’s school in various capacities, mentored 
young children, is a Girl Scout troop leader, and active 
within her church community.  
Nominator and award presenter was Christine Neddenriep 
from UW-Whitewater.  

WSPA School Psychologist of the Year:  Lamont Hous-
ton

Each year, WSPA recognizes one school psycholo-
gist in the state of Wisconsin who has been recommended by 
colleagues for his/her efforts and excellence in their profes-
sional practice.  The award of “School Psychologist of the 
Year” is presented to the candidate who demonstrates excep-
tional dedication, proficiency, and leadership in their work 
with children and colleagues.  The recipient of this award is 
Wisconsin’s nominee for the “NASP School Psychologist of 
the Year” award.  The 2006 WSPA School Psychologist of 
the Year is Lamont Houston. 

Lamont was nominated to receive this statewide 
honor by David Cullen, Director of Pupil Services from the 
Shawano-Gresham School District. Lamont has served as a 
School Psychologist for the Shawano-Gresham School Dis-
trict since 1985.  Mr. Cullen describes Lamont as an exem-
plary School Psychologist who is always willing to go the 
extra mile to assist students.  In his role as School Psycholo-
gist, Lamont has been instrumental in the development of 
several projects to assist students including all day kinder-
garten, Brener Buddies a mentoring program for students at 
Olga Brener Elementary, a parent group at Olga Brener Ele-
mentary, and serves on several district wide committees.   
Lamont also serves as a vital resource to staff, students and 
parents who actively seek out his assistance during times of 
need.

Other nominees for the 2006 WSPA School Psychologist of 
the Year were:

(continued on next page)19



Spring Convention Highlights 2006

Danielle White accepts her award.

Alan Livingston accepts 
his scholarship.

Greg Brock, Neenah Joint School District
Craig Miller, Cornell Public Schools
Victor Moreno, School District of South Milwaukee
Kathy Morris, Merrill Area Public Schools
Gary Murphy, Spooner Area School District

Congratulations to all of our award recipients.  
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Joanna Boey accepts her scholarship.

Dr. Betty DeBoer introduces the 
Outstanding Dissertation Award.

Lamont Houston accepts his recognition.

Dr. Craig Albers (advisor) from UW Madi-
son accepting the Outstanding Dissertation 

Award on behalf of Dr. Ryan Kettler.
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WSPA president, Laura McCormick, congratulates the scholarship winners.

Trainers Corner:
Thank you from Dr. Betty DeBoer of UW La Crosse

Dr. Nan Huai of UW Eau Claire volunteered to replace me as Trainers Representative for WSPA 
so that I can assume the position of WSPA Secretary starting this summer.  I want to thank train-
ers from all the programs for their years of participation with WSPA while I was the Trainers 
Representative.  Some of the highlights for me were establishing a systems-wide deadline for 
student acceptance, running consistent student sessions, increasing student participation in 
WSPA, revitalizing the poster sessions and adding the new dissertation award.  I greatly enjoyed 
welcoming many new faculty members to the UW system and working with John Humphries at 
DPI regarding licensing and RTI issues. I want to thank the many student representatives and 
other volunteers that have worked with me during the years to make these activities possible.  It 
was truly a pleasure to get to know each of you and I look forward to ongoing collaboration un-
der new leadership.

Psych Trivia:
(from Money magazine, May 2006, quoted from “50 Best Jobs in America”)

#10=Psychologist.  Average pay=$66,500.  10-year growth=19%.  Annual Job openings=6,800
Stress=C. Flexibility=B. Creativity=A. Ease of Entry=C.

Why it’s great:  Feel stressed or anxious?  So do a lot of people.  That and the decreasing 
stigma attached to seeking help have fueled demand for psychological services.  The pay is good, 
the hours are flexible, and it’s pretty hard to top the psychological benefit that comes with bring-
ing relief to a troubled mind.  Greater awareness of how mental health and behavior issues affect 
learning makes school psychology a particularly fast-growing specialty.

What’s cool:  Shrinks are four times as likely to be self-employed as other professionals.
What’s not:  Years of training; stiff competition for slots in graduate programs; insurers.
Top-paying job:  Clinical and counseling psychologists can earn $95,000-plus
Education:  Ph.D. and one-year internship; to be a school psychologist, three years of 

graduate study and a one-year internship.
[Editor’s note: Other top ten jobs:  #1, software engineer; #2 college professor; #3 financial advisor, 

#4 human resources manager, #5 physician’s assistant; #6 market research analyst; #7 computer/IT ana-
lyst; #8 real estate appraiser, #9 pharmacist.  Other top fifty jobs of interest: #38, speech/language patholo-
gist; #50, school administrator.  Teacher was not on the list.]



Wisconsin School Psychologists Association, Inc.
New Member Application Form/Membership Renewal Form

Membership for June 15th, 2006-June 14th, 2007
(Please return by June 15th, 2006)

Two ways to join WSPA or to Re-New my WSPA Membership
On-line at www.wspaweb.org

or
Complete and return this application with membership dues.

PURCHASE ORDERS WILL NOT BE ACCEPTED.

Please Print

Name: ___________________________________________________________ Date: ___________________

Address: _____________________________________City: ___________________State: _____ Zip: _______

Home: Telephone: (__  __)_______________ Work Telephone: (______)________________

Please check if this is a new address:  (   ) Please check if your name has changed:  (   )

Employer: ______________ ________________Email Address: __________ ________________

Please check if you are nationally certified and/or hold private licensure:  

NCSP (   )   Wisconsin School Psychologist Private Practice Licensure (   )   General Psychologist Licensure (   )

Please Circle your membership category:         Renewal ______      New Member _____

Full $60 Intern $40** Student $20** Leave $30 Associate $30 Life*

*Retired members who have been full members for the past 5 years are eligible.

**Intern and student members indicate university: ________________________________________ and provide 

advisor’s signature: ________________________________________________ (Required annually to verify enroll-
ment)  

Voluntary contribution to WSPA Minority Scholarship Fund:
Voluntary contribution to WSPA Children’s Services Projects:
Total enclosed:

$5 __________
$5 __________
$ ___________

Make check payable to WSPA, Inc. and mail to:
Terri Olsen, WSPA Membership

3367 Heaven Dr.
Green Bay, WI  54311

WSPA occasionally sells members' names, mailing addresses or e-mail addresses for one time use only when such requests 
seem to be professionally appropriate for school psychologists.  If you do not want your name and addresses released, please 
check here:  (   )

WSPA continually needs your involvement and support to continue providing leadership for school psychologists in the state.  
Please check the box, if you would like a WSPA Board Member to contact you regarding open board positions: (   )
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Have a great summer!

Smooth Sailing!


